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Introduction
One of the challenges experienced by teacher educators is providing pre-service teachers with the necessary skills they need to be successful in the classroom. By identifying the concerns of pre-service teachers and early career teachers, instructional content can be designed, selected, and sequenced based on need (Hillison, 1977) . Fuller and Brown (1975) suggested by identifying the concerns of students in teacher education programs and developing educational materials to address these concerns, the motivation of learners increases and positively influences student learning. Many education programs provide several teacher education courses as part of a course sequence. This systematic structure allows pre-service teachers to progress through purposely constructed experiences and coursework. Initial coursework contributes to the beliefs and practices playing a key role in the development of beginning teachers (Wang, Odell, & Schwille, 2008) . Research suggests pre-service teachers are often initially concerned with their own actions as teachers in the classroom; but by specifically addressing these concerns, programs can encourage these neophytes to move past thinking about self and develop a more student-centered focus (Darling-Hammond & Bransford, 2005) . In order to address specific needs in different teacher preparation courses, teacher educators must first understand the concerns pre-service students and early career teachers have at various stages of their academic and teaching career.
Multiple studies have been conducted in education to identify the problems and concerns faced by teachers. Veenman (1984) conducted a thorough examination of educational research and identified 91 studies involving early career teacher concerns. Within these studies, Veenman identified the most frequently reported problems for beginning teachers as classroom discipline, motivating students, accommodating individual differences, assessing student work, relationships with parents, organizing class work, insufficient supplies, addressing individual student problems, insufficient preparation time due to high teaching loads, relationships with colleagues, planning lessons, and the effective use of different teaching methods. Many of these concerns have been addressed through research conducted in agricultural education. Previous research focused on in-service training, pre-service needs, and teacher concerns indicated teachers often believe additional training is needed for them to be successful in the classroom. These studies have also identified several different areas of concerns for new teachers in the agricultural education field (Edwards & Briers, 1999; Garton & Chung, 1997; Joerger, 2002 , Mundt, 1991 Myers, Dyer & Washburn, 2005; Talbert, Camp & Heath-Camp, 1994; Warnick, Thompson, & Gummer, 2007) .
Concerns of early career agriculture teachers can be further complicated by the extra responsibilities of managing Supervised Agricultural Experience (SAE) projects and the advisement of the student youth organization, the FFA chapter. Johnson, Lindhardt and Stewart (1989) found first and second year teachers placed the greatest importance on teaching daily classes, advising FFA activities, and supervising SAE projects; reflecting the three traditional components of the agricultural education program. The self-imposed pressure to successfully incorporate the total program model may lead to increased stress in new teachers as they also try to balance the changing demands and expectations of teaching. Myers et al. (2005) identified eleven major problems faced by beginning agriculture teachers. Of the top five problems, three were directly related to the development of the FFA program (organizing an effective alumni chapter, organizing and planning FFA chapter events and activities, and recruiting and retaining alumni members). Likewise, a study by Joerger (2002) found new teachers had in-service needs related to preparing FFA degree and proficiency award applications and establishing alumni chapters. In regards to pre-service teachers, Fritz and Miller (2003) found student teachers' concerns extended beyond the traditional agricultural model to include student discipline and time management. Novice teachers also expressed a concern specific to student discipline (Myers et al., 2005) .
The aforementioned concerns contribute to the large list of problems teachers identify as reasons contributing to their decision to leave the classroom. A study by Ingersoll (2001) estimated almost a third of teachers will depart the profession in the first three years and half will leave after five years. Ingersoll's research identified four main factors contributing to teacher loss: salaries, working conditions, preparation, and lack of mentoring support. To retain teachers in agricultural education, the identified problems and concerns need to be adequately addressed through pre-service or inservice educational opportunities (Boone & Boone, 2007) .
Even with the concerns identified in previous research, it is critical to examine the concerns of pre-service and in-service teachers' specific to the current classroom environment. An ever-changing educational climate contributes to a change in types and levels of concerns experienced by teachers. A more thorough knowledge of present concerns and deeper examination of how concerns change throughout a pre-service education program will allow teacher educators to assist pre-service students in developing a greater understanding of appropriate instructional strategies, course sequencing, and personal efficacy that will contribute to teacher success upon entering the field (Stripling, Ricketts, Roberts, & Harlin, 2008) . The results of this research will also allow teacher educators to address concerns more appropriately during coursework and teacher in-service in an effort to increase retention and support of novice teachers. Fuller, Parsons, and Watkins (1974) suggested teachers continuously express concerns regarding classroom instruction, however the focus and level of concerns changes over time. Initially, teachers express a high level of self-concern regarding their own ability to be successful in the classroom. These primary concerns must be addressed before teachers can begin to think about the larger scope of teaching. Earlier research by Fuller (1969) examined concerns expressed by prospective teachers. From this work, three phases of concerns were identified: pre-teaching phase, an early teaching phase, and a late teaching. Continuing this line of inquiry, Fuller and Case (1972) developed seven specific categories of concerns using the Teacher Concerns Statement instrument. These categories were condensed into three main categories: self, task, and impact . As described by Kagan (1992) ,
Conceptual Framework
In the first preteaching state, candidates identify realistically with pupils but unrealistically with teachers. The second stage is characterized by concerns for survival: class control, mastery of content, the teacher's own adequacy in fulfilling his or her role. In the third stage, concerns turn to teaching performance, the limitations and frustrations of teaching situations. (p. 160)
Later research by Fuller and Brown (1975) described beginning teachers as being concerned primarily with self, in other words, believing themselves to be capable of teaching students and becoming a part of the educational environment. As self concerns were settled, teachers expressed task concerns or fears about developing appropriate instructional materials and working with students. Teachers only become concerned about the last category, impact concerns, when self and task concerns have been resolved. Impact concerns encompass larger educational decisions and considerations of the impact of current trends and issues on students in the classroom.
While other research contradicts the notion that concerns are expressed in levels independent of each other, the early research conducted by Fuller and associates has served as a foundation for other stage theorists who have investigated teacher concerns (Bartell, 2005) . This continued inquiry proves relevance to educational concerns and teacher development in the present context (Burn, Hagger, Mutton, & Everton, 2003) . Kagan (1992) reviewed 40 studies examining the process of professional growth among teachers and developed an emerging model of professional development. Five components of professional growth were identified, including increased awareness of beliefs about the context of teaching, acquisition of information about students that challenges pre-existing images, transfer of attention from an introspective focus to emphasis on student learning, development and implementation of consistent procedures, and expanded problem solving skills (Kagan, 1992) . The components of this proposed model reflect the shift of teacher concerns away from the self as described by Fuller and Brown (1975) . Pigge and Marso (1997) conducted a longitudinal study to examine the change in teacher concerns over a seven-year period. The data collected at the beginning of a teacher preparation program, at the completion of student teaching, and at the conclusion of the third and fifth years of teaching, reflected an increase in task concerns and decrease in self concerns as proposed by Fuller and Brown (1975) . Research conducted by Conway and Clark (2003) also supported the outward progression of Fuller's model, from self concerns, to task concerns, to concerns about student development and successful teaching. Additionally, their research described an inward journey as pre-service teachers continued to express a greater self-awareness and selfknowledge, encouraging self-organization and self-development. While teacher concerns have been studied extensively within the broad scope of educational research, agricultural education has unique challenges and expectations of its teachers. This unique perspective merits additional investigation of how the concerns of pre-service and in-service agriculture teachers may reflect or differ when compared to similar studies within the educational field.
Purpose and Objectives
The purpose of this descriptive research study was to identify the current concern level for three distinct groups involved in agricultural education at North Carolina State University: introductory level students enrolled in the Introduction to Teaching Agriculture course, advanced students in the Methods of Teaching Agriculture course and teachers who have completed their first year teaching in North Carolina and were just beginning their second year. Specifically, this study had two main objectives:
1. To identify concern levels of introductory level students, advanced students, and first year teachers in agricultural education at North Carolina State University and compare those concern levels across the three participant groups. 2. To identify the number of agricultural education specific concerns and compare the number of concerns across the three participant groups.
Methods and Procedures

Data Collection
This descriptive research study used a survey instrument to gather data. The research population consisted of pre-service students in the sophomore level Introduction to Teaching Agriculture course (N = 40), and pre-service students in the Methods of Teaching Agriculture course (N = 15) at North Carolina State University. The study also involved teachers in North Carolina who had just completed their first year teaching (N = 22) during the 2008-2009 school year and were beginning their second year. The population frame for first year teachers was established through the North Carolina Agricultural Education Directory and through contact with the North Carolina Agricultural Education Coordinator. While it was recognized Fuller and Brown compared teacher concerns across a pre-teaching phase, early teaching phase, and late teaching phase, this study intended to focus on concerns of preservice teachers and novice teachers to address their needs at the most appropriate times within their coursework and teaching career.
Students were given the survey instrument in class with response rates of 89% for the Introduction to Teaching Agriculture course and 100% for the Methods of Teaching Agriculture course. First year teachers were sent the online survey instrument using SurveyMonkey.com. An initial e-mail was sent to teachers informing them of the study. The e-mail containing the survey link was sent one week later. Subsequent reminder e-mails were sent to non-respondents and a follow-up paper copy of the survey instrument was provided for teachers who had not responded after the third reminder. The total response rate for first year teachers was 68%.
Instrumentation
The survey instrument contained three main parts. The first part of the instrument collected basic demographic data including gender, anticipated teaching level, classification, involvement in agricultural education as a student and age for the student groups. Gender, level currently teaching, certification, level of education, and involvement in an agricultural education program during high school were collected for the teacher group.
The second part of the instrument was based on the Teacher Concerns Statement instrument designed by Fuller and Case (1972 Fuller et al. (1974) through interviews and sessions with teachers. In this study, the concerns were categorized following the guidelines in the Fuller and Case manual and then repeated three weeks later to ensure reliability of the process. The correlation between the two rounds of coding was .98. Non-teaching Concerns I am concerned that I will have to work in a school outside of the county that I want.
Self Concerns
Will I be able to do all of the tasks I am expected to do? Self Concerns I worry that the students won't like me.
Task Concerns I am concerned about finding a way to present material in a way that makes it interesting and easy for students to understand.
Task Concerns I want to provide classroom activities that help my students problem solve and think critically.
Impact Concerns
Is our curriculum really preparing students to work in the current agricultural industry?
Note. Examples of concerns in the Teacher Concerns Statement Manual (Fuller & Case, 1972) .
The third part of the instrument was a Likert-type scale of 20 items identified through agricultural education research as problems or areas of concern for agriculture teachers (organizing an effective alumni chapter, organizing an effective advisory committee, organizing FFA activities, managing student discipline in the classroom, recruiting and retaining alumni members, balancing personal and professional responsibilities, recruiting and retaining students, building support of faculty, counselors and administrators, time management, managing finances of the agricultural program, making special education/ESL accommodations, class preparation, developing and managing effective SAE programs for students, motivating students, completing paperwork, developing community support, self confidence, reputation of the previous teacher, multi-teacher issues, and managing and developing program facilities). For each item, participants were asked to rate their level of concern on a scale of one to five with one being not concerned and five being extremely concerned. Part three was reviewed for content validity by a panel of teachers and teacher educators in agricultural education and was determined to have a final Cronbach's alpha reliability coefficient of .89.
Data analysis
Data were analyzed using the Statistical Package for the Social Sciences SPSS v. 17.0 (2008). Descriptive characteristics were used to describe the demographics of the groups, overall concerns, and the frequency of concerns identified in the study. The chi square test for independence was used to determine if the types of concerns expressed by the respondents were independent of their experience level. An alpha level of .05 was set a priori.
Findings/Results
For group one, the pre-service students in the Introduction to Teaching Agriculture course, 69% were female (n = 24) and 31% were male (n = 11). The majority of respondents (66%) were sophomores in college (n = 23), while 31% were juniors (n = 11) and one student was classified as a senior (3%). Out of the population, 83% (n = 29) planned to teach at the high school level, 11% (n = 4) at the middle school/junior high level and 6% (n = 2) planned to teach at the community college level or higher. Thirty-one respondents (89%) were involved in agricultural education in high school. The age range of this group varied from 18 to 23 with most students being either 19 (51.4%) or 20 (25.7%) years of age. The second group consisted of pre-service students in the Methods of Teaching Agriculture course and was made up of 60% (n = 9) females and 40% (n = 6) males. Because this course is only available to students during their last year in the education program, 100% of the students were seniors. The majority of this group planned to teach at the high school level (93%), one respondent planned to teach in a middle school/junior high setting (7%). Thirteen of the respondents were involved in agricultural education in high school (87%). Ages of this group were from 20 to 26 with 50% (n = 7) of respondents being 21 and 29 % (n = 4) of respondents being 22.
Of the first year teachers, 53% (n = 8) were female and 47% (n = 7) were male. Most of the first year teachers surveyed were teaching at the high school level (93%, n = 14) though one respondent was teaching at the middle school/junior high level (7%). Over half of the teachers were certified through traditional certification program (60%, n = 9). For most of the teachers (n = 8) the highest level of education completed was their bachelor's degree (53%). Only 40% had completed their master's degree (n = 6) and one was currently enrolled in a master's degree program (7%). The majority (73%) of the first year teacher respondents were involved in agricultural education programs when they were in high school (n = 11). Table 2 presents a summary of concerns data across groups. Using chi square analysis there was a statistically significant difference between the expected and the actual number of concerns expressed across groups (Χ 2 = 18.47, df = 6, p < .001). Eighty-seven percent (87%) of the concerns of the Introduction to Teaching group centered on self compared to 60% for the Methods of Teaching Agriculture students and 48% for the first year teachers. The Introduction group had few concerns (4%) regarding their impact on students. In the Methods group, the impact concerns rose to 14%. However, impact concerns comprised 45% of the concerns of the first year teachers. Clearly, the types of concerns expressed by teacher candidates and teachers do change over time depending on where they are in their educational career. 
Identification of concern levels and comparison of concern levels across groups
Identification of types of agricultural education specific concerns and comparison of concerns across groups
Part three of the instrument used a Likerttype scale to indicate the types of agricultural concerns of twenty items as defined by previous research in agricultural education (Table 3 ). The scale was based on a five point Likert-type scale. Most of the items listed were of some concern to the respondents. However, the researchers chose to concentrate on the areas of highest concern which were identified as items with a mean score higher than 4.0. The Introduction to Teaching students had only one concern above a 4.0, Managing Student Discipline (4.09). The Methods of Teaching students had only two items they rated at 4.0 or higher-Managing Student Discipline (4.4) and Recruiting and Retaining Students (4.07). The first year teachers had eight items that scored higher than 4.0. These items can be identified in Table 3 . This indicates that once a person starts teaching, they do have a greater number of concerns regarding teaching and the management of the agricultural education program. 
Conclusions and Discussion
Objective One
Based on this study, different levels of concerns were identified across the three groups. The pre-service students enrolled in the Introduction to Teaching Agriculture course expressed the highest number of both nonteaching and self concerns, while the pre-service students in the Methods of Teaching Agriculture course expressed no non-teaching concerns and a higher percentage of task concerns. The first year teachers expressed the highest percentage of impact concerns. Among the three groups the respondents did indicate a shift from nonteaching concerns to the higher-level impact concerns. These results are in general agreement with Fuller and Brown's (1975) research and the outward moving developmental model described by Conway and Clark (2003) . However the findings do not reflect the level of increased self-awareness described by Conway and Clark (2003) . While the models proposed by Fuller and Brown (1975) and Conway and Clark (2003) do not completely explain teacher development, the models and the results of this study should encourage teacher educators to consider how pre-service teachers' thinking may evolve and change over the course of their educational career.
Additionally, teacher educators can also examine how course content and in-service programming can better address the evolution in teacher thinking and types of concerns.
Objective Two
The results of this research indicate a difference in the number of agricultural education specific concerns between the three groups of participants. The largest number of concerns was expressed by the first year teachers. These teachers were not only beginning to express higher-level impact concerns but they were also identifying more areas that are of higher concern. First year teachers identified eight items to be of high level of concern, while the Methods of Teaching students had two items, and the Introduction to Teaching student had one item. These findings are consistent with earlier research conducted using the Teacher Concerns Statement instrument and similar instruments (Fuller & Brown, 1975; Fuller, et al, 1972; Hillison, 1977; Reeves & Kazelskis, 1985) . First year teachers expressed greater concerns about completing paperwork, balancing work and personal responsibilities, building support, motivating students and working with students with special needs/English as a Second Language students than the other groups surveyed. Similar to previous research, classroom management was one of the highest concerns among all three groups (Myers et al., 2005; Mundt, 1991; Mundt & Connors, 1999; Talbert, Camp, & HeathCamp, 1994; Veenman, 1984) .
This research demonstrates differences in both the types and levels of concern expressed by teacher education students and beginning teachers. Fuller (1974) indicated that as students are more exposed to teaching through coursework, observations, and student teaching, their levels of concern begins to increase. This change was also evident in the present study. The types and levels of concerns expressed by participants varied based on where they were in the progression of teacher education coursework and/or in their first year of teaching. This shift indicates that students may have different educational needs that must be addressed as they move through a typical teacher training program and being their teaching career. This need may be even more evident when one takes into consideration the additional concerns of these students to manage the total Agricultural Education program.
Recommendations
If concerns change over time, it may be beneficial to provide pre-service teachers with educational experiences earlier in their college careers to address some of the lower level self and impact concerns. These opportunities would allow pre-service teachers to gain confidence in their personal abilities that could then be followed by methods courses, addressing the higher levels of teaching concerns. While this study is limited in its nature to pre-service teachers within this specific program, development may be consistent across other states and programs.
McKeachie (1963) suggested student learning is closely tied to motivation. By identifying the concerns of pre-service teachers and early career teachers in the field, teacher educators can better determine appropriate course content and sequence coursework and inservice to better reflect the needs of these different groups. While both of the pre-service teacher groups identified concerns about their ability to complete basic skills associated with teaching, the first year teachers were more focused on impact concerns and the tasks associated with the daily teaching environment including paperwork, motivating students, working with students with special needs, time management, organizing FFA activities, and building support for their program. This suggests a need for in-service workshops and professional development for beginning teachers focusing on the "survival skills" necessary for working in a school setting. It is almost impossible to assume that teachers concerns can be completely addressed within a teacher preparation program. Instead focusing on teacher development in stages can allow for long-term support.
Many different concerns emerged after the student teaching program. Murray-Harvey et al. (2000) described stress and new teacher concerns as being a critical factor in teacher behavior and a factor that can reduces classroom effectiveness, especially in regards student achievement. Consequently, establishing and maintaining consistent mentoring programs to help address novice teachers' changing needs is of critical importance. Darling-Hammond (2003) found that one of the four major factors contributing to teacher attrition was an absence of teacher induction programs and mentoring. She also stressed the importance of welldesigned mentoring programs that were supported on both a local and state level. Research by Ingersoll and Smith (2004) concluded several of the most effective mentoring practices included pairing a novice teacher with a mentor from the same field, arranging for common planning time and regular collaboration, and establishing networks among teachers. As teacher educators, it is necessary to begin promoting the development of a professional network throughout teacher preparation courses and student teaching. This will allow pre-service teachers to become more comfortable with sharing ideas and seeking suggestions from other teachers and provide a foundation for continued teacher collaboration. For some beginning teachers who may be the only agriculture teacher in their school, opportunities for mentoring that are available through the use of technology may also need to be introduced and promoted. For example, the Communities of Practice available through the National Association of Agricultural Educators website allows agriculture teachers to obtain advice and resources from a multitude of teachers. Ultimately, by understanding teacher concerns and providing targeted support for different concerns, teacher educators can assist in the effort to increase job satisfaction and retention (Boone & Boone, 2007) .
This study found early career teachers and pre-service students are openly concerned with discipline and classroom management. These results are similar to previously mentioned studies in agricultural education. Therefore, it seems this is a concern area not be being addressed adequately within all educational programs. Some programs may find it beneficial to provide opportunities through workshops or entire courses that are dedicated to classroom management. Ideally, this would allow students to address specific concerns about how to use classroom management appropriately and move past related concerns. Also, suggestions and ideas should be solicited from teacher education programs effectively preparing new teachers in this area to provide recommendations on the best approaches to address this concern.
In regards to further research, it is recommended this study be replicated on a larger scale to examine if other agricultural education students experience similar changes over time related to concern levels. Also, additional research would be beneficial to investigate what factors contribute to this shift in concerns over time. Can specific teacher preparation coursework allow teacher educators to address student concerns in a way that will result in a cadre of better-prepared and more confident teachers or should this be primarily a focus of in-service programs? Previous research has identified the influence of personal and contextual variables, such as gender (Pigge & Marso, 1987; Pigge & Marso, 1997) , preexisting beliefs about classroom practice based on prior school experiences (Calderhead & Robson, 1991) , teacher efficacy (Ghaith & Shaaban, 1999) , and the point of time in which pre-service teachers decided to become teachers (Pigge & Marso, 1987) . Future research should examine the relationship between such variables and teacher concerns.
Participants in this study did seem to begin the process of shifting their concerns from self concerns to task and impact concerns. What specifically contributed to this change? What can teacher educators continue and improve on to aid pre-service teachers and novice teachers in addressing concerns successfully? The answers to these questions could better inform teacher education programs in the development of course content and sequencing and the continued implementation of strategies deemed successful in addressing various concerns. Lastly, a longitudinal study should be conducted to explore how concern levels impact long-term teacher development and retention.
